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ABSTRACT

This study examines the perspectives of primary school teachers in Kyrgyzstan on Equal
Opportunity in Education (EOE) through a qualitative approach. Utilizing a case study design,
data were collected via semi-structured interviews with 38 teachers and analyzed using
MAXQDA 24 through thematic analysis. Findings reveal that teachers perceive EOE as a
fundamental human right, emphasizing that equitable education should be accessible regardless
of socioeconomic status, gender, ethnicity, or geographic location. However, structural barriers
such as rural-urban disparities, differences between public and private schools, and poverty
significantly hinder EOE. Teachers noted that children from affluent families gain advantages
through private schools and supplementary courses, limiting the potential of talented students.
Infrastructure deficiencies in rural areas and favoritism further exacerbate inequalities. The
study recommends increasing the education budget, allocating specific funds for rural school
infrastructure, providing free educational materials and scholarships, offering professional
development in inclusive pedagogy for teachers, and establishing transparent teacher
appointment mechanisms. These findings contribute to developing policies for a more equitable
and inclusive education system in Kyrgyzstan
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Throughout human history, the concepts of rights and justice have been
extensively debated, particularly in relation to how social resources, statuses, and
opportunities should be distributed. One of the most visible and institutionalized
arenas of these debates is education. This is because education systems function as
one of the primary mechanisms through which individuals’ social positions are
shaped, and they represent key public structures where principles of rights and justice
are concretely realized. Within this framework, equality of opportunity in education
refers to individuals’ ability to access educational opportunities in a fair and equitable
manner, regardless of their socioeconomic background, gender, region of residence,
or cultural capital (Giil & Yesil, 2024). Indeed, ensuring that all individuals living in
a country can benefit from equal educational opportunities directly influences not only
individual achievement but also long-term national development, social cohesion, and
the efficient utilization of human capital (Kiigiiksiileymanoglu, 2025). The sustainable
realization of fundamental goals such as democracy, social justice, economic
development, and social integration is possible only through the establishment of
equality of opportunity within the education system and the structural safeguarding of
this equality across the country (Aslanargun, 2022). From this perspective, equality
of opportunity entails not merely providing individuals with equal conditions but also
structuring educational policies, resource allocation, and practices within a just
framework that takes disadvantaged groups into account.

Education has long been recognized as a fundamental human right. It is a critical
prerequisite for both individual productivity and well-being, as well as for the
economic and social development of societies. For this reason, the importance of equal
access to education has been repeatedly emphasized in international conventions. For
instance, the 1948 Universal Declaration of Human Rights and the 1966 International
Covenant on Economic, Social, and Cultural Rights state that education should be
equally accessible to all individuals on the basis of merit and individual ability
(UNESCO, 2018). Access to education and learning outcomes should not be
determined by circumstances beyond individuals’ control, such as gender, place of
birth, ethnicity, religion, language, income, wealth, or disability (UNESCO, 2021).

Debates on equality in education and equality of opportunity in education
intensified, particularly in the post—-Second World War period, within the framework
of the modern welfare state and the educational policies that developed in parallel with
it. As modern states positioned education as a fundamental instrument for social
mobility, economic development, and democratic citizenship, the principle of equality
became a central policy concern in education systems. In this context, studies
demonstrating that educational inequalities are not solely the result of individual
ability or effort, but are instead rooted in social structures, socioeconomic status, and
institutional arrangements, have shaped the direction of discussions on equality of
opportunity in education. Especially following the publication of the Coleman Report
in the 1960s, debates on educational equality were reformulated around the concept
of equality of opportunity in education (EOE), emphasizing that students’ academic
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achievement is strongly associated not only with in-school factors but also with
structural variables such as family background, social environment, and cultural
capital (Mehta et al., 2025). Subsequent research revealed that inequalities in
educational opportunity are reproduced along various social axes, including gender,
region, language, religion, and ethnicity, and the literature on equality of opportunity
in education has expanded within a multidimensional framework encompassing
educational policies, schooling rates, resource distribution, and the roles of
educational stakeholders (Sahin, 2019). Accordingly, equality of opportunity in
education is understood not to be limited to access to the education system alone, but
to be closely linked to the opportunities provided during the educational process,
pedagogical practices, and the quality of learning environments. At this point, teachers
emerge as critical actors in the realization of equality of opportunity in education,
occupying a position where inequalities may either be reproduced or mitigated
through classroom practices, expectations, and the learning opportunities they offer.

The main objective of this study is to examine the views of primary school
teachers in Kyrgyzstan regarding equal opportunities in education. Previous studies
on educational inequalities in Kyrgyzstan have predominantly addressed issues such
as access to education, infrastructural disparities, and socioeconomic variables
through quantitative indicators, focusing mainly on structural problems such as rural—
urban divides and poverty (Alieva & Kovyazina, 2020; Valeeva, 2018). However,
these studies have provided limited discussion of qualitative data concerning how
equality of opportunity in education is addressed within the context of teachers’
professional experiences and classroom practices. By adopting a qualitative approach
to explore primary school teachers’ experiences and evaluations of equality of
opportunity in education, this study aims to reveal how the socioeconomic,
geographical, and institutional dimensions of inequality within the Kyrgyz education
system become visible through teachers’ lived experiences. Teachers’ experiences
and assessments offer a contextual basis for understanding how educational policies
are reflected in practice and for informing policies and interventions aimed at
strengthening equality of opportunity in education. In this respect, the study seeks to
contribute a qualitative, teacher-centered perspective to discussions on equality of
opportunity in education within the context of Kyrgyzstan.

Conceptual and Contextual Framework

Equality of Opportunity in Education: Conceptual Debates and the General
Overview in Kyrgyzstan

Equality of opportunity in education refers to ensuring that all individuals can
access educational services under fair and equal conditions and benefit from these
services to the highest possible extent. This perspective emphasizes the decisive role
of educational opportunities and resources provided to individuals, rather than
explaining individual achievement solely through innate abilities (Ozsoy, 2002). The
concept of equality in education, on the other hand, is defined as a legal and social
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principle that rejects discrimination based on religion, language, race, gender, political
views, philosophical beliefs, or sectarian affiliation (Tung, 1969). In this context,
education is regarded both as a universal human right that must be provided equally
and as an effective policy instrument for reducing social inequalities (Sensoy, 2022).
Accordingly, education systems should be structured in a way that offers fair learning
conditions regardless of individuals’ class background, ethnic affiliation, or social
position (Giirel & Cetin, 2017).

Although equality of opportunity in education appears to be a principle that is
consistently articulated and emphasized by all countries and even by well-established
international organizations, it cannot be claimed that substantial efforts have been
made in practice to address this issue. This is because the persistent reality of social
class differences that students encounter in society inevitably manifests itself within
schools (Polat, 2024). Moreover, the belief that success in school and working life
depends primarily on personal talent and skills serves to legitimize social inequality
and places the responsibility for potential failure on families and children themselves.
In this way, individuals are socialized into hierarchical structures that correspond to
the division of labor in society (Unal & Ozsoy, 1998). Furthermore, once students
come to perceive their position in society as inevitable, they may internalize the notion
that some children are talented while others are inherently inadequate (Turner, 1997).

Examining the distribution of educational resources in terms of access to and
participation in education reflects the social and economic dimension of educational
equality, whereas considering it in terms of educational suitability represents its
educational or psychological dimension (Lincoln, 2015) From this perspective, the
issue of equality of opportunity in education is conceptualized not merely as a matter
of access to schooling, but as a quality-related issue directly associated with the
learning environments, pedagogical practices, and educational opportunities offered
throughout the educational process (Garces-Voisenat, 2016). This is because equality
of opportunity in education requires not only that individuals possess the same
educational rights, but also that they are able to benefit from these rights under high-
quality learning conditions that are responsive to differing abilities and interests
(Lincoln, 2015).

Equality of opportunity in education constitutes one of the core policy areas
addressed within the framework of the state’s obligations regarding children’s rights
and education in Kyrgyzstan. Responsibilities for the protection and implementation
of children’s rights in Kyrgyzstan are shared among various public institutions,
including executive bodies as well as the Ministry of Labor and Social Development,
the Ministry of Health, and the Ministry of Education (Aitbaeva, 2024). Since gaining
independence in 1991, Kyrgyzstan has introduced a range of legal and institutional
reforms in the fields of children’s rights and access to education, resulting in increased
literacy rates and expanded access to education from early childhood, particularly at
the level of basic education. In this process, Kyrgyzstan’s accession in 1994 to the
Convention on the Rights of the Child, which guarantees access to fundamental rights
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such as education, health, and justice, marked a significant turning point in aligning
equality of opportunity in education with state policies in accordance with
international norms (UN, 2022).

Despite equal formal access to education, the quality of education received by
schoolchildren varies considerably across different regions of Kyrgyzstan. In
particular, overcrowded classrooms in some schools, along with the lack of buildings
and facilities conducive to effective learning and student development, contribute to
lower educational quality in these contexts (Alimbekov, 2021; UNICEF, 2022).
According to statistics, one in four individuals in Kyrgyzstan lives below the poverty
line, while this proportion rises to nearly one in three among children (Stat Kg, 2024).
Valeeva (2018) notes that poverty is both deeper and more widespread in rural areas
than in urban settings. This situation severely restricts children from low-income
families from accessing supplementary educational resources such as private tutoring,
computers, or additional learning materials. Consequently, the formal provision of
access to education does not imply that students enjoy equal access to high-quality
learning conditions (Alieva & Kovyazina, 2020). These structural inequalities
necessitate an examination of how equality of opportunity in education is experienced
at the level of classroom practices and teacher agency, placing at the center of inquiry
the question of how teachers interpret and implement equality of opportunity in
education under such conditions.

Method

This section outlines the methodological framework of the study, detailing the
research design, participants, data collection procedures, and data analysis strategies.

Research Model

This study was conducted using the case study design, which is one of the
qualitative research approaches. A case study provides an in-depth examination of a
particular phenomenon, process, or system in a real-life context (Stake, 2003; Yin,
2014). In this research, the situation is the perceptions and experiences of primary
school teachers in Kyrgyzstan regarding equal opportunities in education. The study
deals with the education system of Kyrgyzstan as a single case; It aims to reveal the
contextual dynamics of structural, socioeconomic, and geographical inequalities
through the views of teachers. The case study design was chosen to understand the
interaction of teachers' perceptions not only with individual but also with contextual
factors such as country policies, rural-urban divide, poverty, and school infrastructure
(Merriam, 2013). In this context, the opinions of 38 teachers constituted a rich data
source to describe and explain the functioning of equal opportunities in education in
Kyrgyzstan in real-life conditions.
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Study Group

The data for the study were collected from primary school teachers in
Kyrgyzstan using the criterion sampling technique, one of the purposive sampling
methods. These teachers have been identified as typical representatives selected from
within the situation (Kyrgyzstan education system) (Yin, 2014). In criterion sampling,
participants are selected based on predetermined criteria, which enhances data quality
by targeting individuals with in-depth knowledge and experience relevant to the
research focus (Nyimbili & Nyimbili, 2024). In this study, the criteria for participant
selection included being a primary school teacher, being 30 years of age or older, and
having at least 8 years of teaching experience. These criteria were chosen to ensure
that participants possessed sufficient knowledge and perspective regarding
educational equality in the classroom setting. Specifically, the criterion of being a
primary school teacher was deemed appropriate because the concept of educational
equality, which is the focus of the study, is most directly observed and impacted at the
primary education level. Primary school teachers encounter students’ socio-economic
differences and equality interventions in their daily practices. The age criterion (30
years and older) was established to ensure participants had reached a level of
professional maturity, as teachers aged 30 and above are typically at a more stable
stage in their careers and better equipped to evaluate long-term systemic issues. The
experience criterion (8 years or more) was selected to guarantee that teachers had
sufficient exposure to and experience with equality-related issues within the education
system. This ensured that participants could provide contributions based on concrete
examples rather than abstract concepts. These criteria were tested for suitability
through a pilot interview, which confirmed that participants could provide rich data
relevant to the study’s objectives. A total of 38 teachers meeting the established
criteria participated in the interviews (Table 1). Of these participants, 24 were female,
and 14 were male. Their ages ranged from 30 to 54 years, and their teaching
experience ranged from 8§ to 26 years.

Table 1
Demographic and Professional Characteristics of the Teachers in the Study Group
Participant Gender Age Teaching Experience (Years) Settlement
P1 Female 30 8 Rural
P2 Female 31 9 Urban
P3 Male 32 10 Rural
P4 Female 33 10 Urban
P5 Female 34 11 Rural
P6 Male 35 12 Urban
P7 Female 36 13 Rural
P8 Female 37 14 Urban
(continued)
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Table 1 ( continued)

P9 Male 38 14 Rural
P10  Female 39 15 Urban
P11  Female 40 15 Rural
P12 Male 41 16 Urban
P13  Female 42 16 Rural
P14  Female 43 17 Urban
P15 Male 44 17 Rural
P16 Female 45 18 Urban
P17 Female 46 18 Rural
P18 Male 47 19 Urban
P19 Female 48 19 Rural
P20 Female 49 20 Urban
P21  Male 50 20 Rural
P22  Female 51 21 Urban
P23  Female 52 22 Rural
P24  Male 53 23 Urban
P25 Female 54 24 Rural
P26 Male 34 11 Urban
P27 Female 35 12 Rural
P28  Female 36 13 Urban
P29 Male 37 14 Rural
P30 Female 38 15 Urban
P31 Female 39 16 Rural
P32 Male 40 17 Urban
P33  Female 41 18 Rural
P34 Male 42 19 Urban
P35 Female 43 20 Rural
P36 Male 44 21 Urban
P37 Female 45 22 Rural
P38 Male 46 26 Urban

Data Collection Tools and Process

In this study, a semi-structured interview was used as the data collection
technique. The data collection instrument for the research was an interview form
developed in accordance with the semi-structured interview technique. The interview
form was initially developed in line with the literature on equality of opportunity in
education; subsequently, it was reviewed in terms of content and language by
obtaining the opinions of two academics who are experts in qualitative research and
education. In order to test the applicability of the form and the clarity of the questions,
a pilot interview was conducted; based on the results of the pilot application, some
questions were simplified, repetitive expressions were removed, and revisions were
made to strengthen the flow of the interview. The final interview form was structured
to focus on revealing teachers’ experiences regarding equality of opportunity in
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education, how they evaluate these experiences, and how they make sense of the
socioeconomic, structural, and pedagogical dimensions of inequality in education.
Within this scope, the interviews were shaped around the meanings teachers attribute
to the concept of equality of opportunity in education, their experiences of inequality
encountered during the educational process, the effects of socioeconomic conditions
on student achievement and educational opportunities, and their evaluations of current
practices in Kyrgyzstan.

Ethical Committee Approval

The study was conducted in accordance with the Helsinki Declaration and
approved by the Institutional Review Board. Informed consent was obtained from all
participants in the study. In addition, our data collection tools were approved by
Kyrgyzstan-Turkey Manas University Scientific Research and Publication Ethics
Committee on 29 March 2024 (Approval Number: 2024.07.05, Decision No: 5).
Participants gave their verbal consent before participating in the interview.

Data Analysis

In the present study, data were collected through one-time, face-to-face
interviews conducted using a semi-structured interview form. The interviews were
diversified to reflect the context of the situation (school types in Kyrgyzstan,
rural/urban differences, socioeconomic structure) by including teachers from different
regions (city center, rural areas) and school types (public/private). The forms were
presented to participants not to be filled out, but to guide and standardize the
interviews; data were recorded during dialogues progressing between the researcher
and the participants. This approach, as emphasized by Adams (2015), allows
uncovering participants' current and unforeseen opinions without being bound to
standard survey questions. The semi-structured interviews began with predetermined
open-ended questions, followed by in-depth exploration through follow-up questions
such as "why" and "how." This process enabled participants to express their thoughts
freely while maintaining the focus of the research. Interviews were conducted in safe
and quiet environments (school classrooms or neutral venues) where participants
could comfortably express their views. Additionally, in line with the
recommendations of Brounéus et al. (2011), researchers adopted an ethical stance
considering participants' sensitivities. These environments were carefully selected to
minimize power imbalances and build trust. Each interview lasted approximately 45-
60 minutes, considered a reasonable limit to prevent participant fatigue while ensuring
sufficient depth in data collection. Interviews were scheduled during daytime hours
(typically 14:00-16:00 after school). Participants were informed in detail about the
purpose of the study in advance, voluntariness was emphasized, and the right to
withdraw at any stage was granted; audio recordings were made during the interviews,
followed by transcription for analysis preparation. This method was preferred because
it enhances data quality in qualitative research while allowing participants' individual
experiences to emerge in a natural flow (Jamshed, 2014).
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In the present study, data were collected through one-time, face-to-face
interviews conducted using a semi-structured interview form. The interviews were
diversified to reflect the context of the situation (school types in Kyrgyzstan,
rural/urban differences, socioeconomic structure) by including teachers from different
regions (city center, rural areas) and school types (public/private). The forms were
presented to participants not to be filled out, but to guide and standardize the
interviews; data were recorded during dialogues progressing between the researcher
and the participants. This approach, as emphasized by Adams (2015), allows
uncovering participants' current and unforeseen opinions without being bound to
standard survey questions. The semi-structured interviews began with predetermined
open-ended questions, followed by in-depth exploration through follow-up questions
such as "why" and "how." This process enabled participants to express their thoughts
freely while maintaining the focus of the research. Interviews were conducted in safe
and quiet environments (school classrooms or neutral venues) where participants
could comfortably express their views. Additionally, in line with the
recommendations of Brounéus et al. (2011), researchers adopted an ethical stance
considering participants' sensitivities. These environments were carefully selected to
minimize power imbalances and build trust. Each interview lasted approximately 45-
60 minutes, considered a reasonable limit to prevent participant fatigue while ensuring
sufficient depth in data collection. Interviews were scheduled during daytime hours
(typically 14:00-16:00 after school). Participants were informed in detail about the
purpose of the study in advance, voluntariness was emphasized, and the right to
withdraw at any stage was granted; audio recordings were made during the interviews,
followed by transcription for analysis preparation. This method was preferred because
it enhances data quality in qualitative research while allowing participants' individual
experiences to emerge in a natural flow (Jamshed, 2014).

For data analysis, MAXQDA 24 software was used. Interviews were transcribed
from audio recordings and checked by the researchers to prepare for the analysis
process. In the data analysis process, the fundamental principles of the thematic
analysis approach were utilized; however, the analysis was structured according to the
research foci in the interview form rather than a completely inductive theme
generation process. In this scope, an analytical framework parallel to the interview
questions was first created, then participant statements were coded within this
framework to identify common patterns and meaning clusters. During the coding
process, statements reflecting participant experiences were repeatedly reviewed,
similar contents were grouped together, and organized under analytical categories.
Thus, the findings were reported around thematic headings reflecting teachers'
experiences and evaluations regarding equity in education, through a structured yet
data-based analysis process.

343



Aida Ismailbekova and Yavuz Ercan Giil, Opportunities and Equalities in Education in
Central Asia: The Case of Kyrgyzstan

Validity and Reliability

In qualitative research, validity and reliability are associated with the
transparency, consistency, and contextually meaningful presentation of the research
process and findings (Creswell, 2013). In this study, researcher triangulation was
employed to ensure the reliable analysis of teachers' experiences and evaluations
regarding equity in education. Researcher triangulation involves the independent
examination of data by multiple researchers and the comparison of interpretations
during the analysis process (Noble & Heale, 2019).

During the data analysis process, coding was conducted in line with the
analytical framework created based on the interview questions; participant statements
were systematically classified within this framework. Three researchers
independently examined the interview transcripts using MAXQDA 24 software, and
similarities and differences emerging during the coding process were compared to
establish a common ground for interpretation. This process aimed to enhance
interpretive consistency in the analysis and minimize researcher bias (Guion et al.,
2002).

The coding process was carried out within the framework of predetermined
analytical headings; MAXQDA 24's coding and note-taking features were utilized to
document researchers' analytical decisions and ensure the traceability of the process
(Kuckartz & Rédiker, 2019). Throughout the analysis process, researchers adhered to
the principle of reflexivity by recording their own assumptions and potential biases
through reflexive notes (Lincoln & Guba, 1985). Additionally, to enhance the
credibility of the findings, member checking was conducted with selected
participants; the alignment of the derived interpretations with participants' experiences
was verified (Creswell & Poth, 2018). These practices strengthened the internal
consistency of the study and contributed to the interpretability of the findings in
similar contexts.

Researchers’ Positionality

This study involves two authors. In the spirit of reflexivity, we acknowledge our
perspectives before presenting the findings. The first author, who collected and
analyzed the data, is an experienced researcher in education. The second author has
extensive teaching experience across various cities. Both contributed to interpreting
the findings and implications. Their ethnic-racial backgrounds may have influenced
data interpretation because researchers' ethnic-racial identities can shape which data
they focus on, which questions they ask, or which analytical frameworks they employ.
When interpreting data related to ethnic-racial minority groups, researchers' own
cultural assumptions or stereotypes, whether consciously or unconsciously, may
influence the analysis of the data. This situation may lead, for example, to the
overemphasis of certain themes or the overlooking of some findings. However, both
authors endeavored to bracket existing biases to avoid speaking on behalf of the
participating teachers. We acknowledge that our positionality may have impacted the

344



JEES; 2026; 59(1), 335-373

study to some extent. To address this, all judgments regarding the sample were
documented to bracket assumptions and biases (Lincoln & Guba, 1985).

Results

In this section, the findings regarding the experiences and evaluations of primary
school teachers working in Kyrgyzstan concerning equity in education are presented.
The findings were organized in line with the structured analytical framework based
on the interview questions, addressed within the framework of main categories,
highlighting teachers' experiences and subheadings grouped under these categories.
Accordingly, the findings are presented under the headings of teachers' professional
experiences, the impact of socioeconomic conditions on educational processes,
perceptions of student ability and achievement, opportunities for access to education,
teachers' roles in equity in education, and evaluations of current practices in
Kyrgyzstan. Under each main heading, participant statements were elaborated with
direct quotations; similar and diverging views were interpreted comparatively. The
overall analytical framework related to the findings and the category—subcategory
relationships are illustrated in Figure 1 as a conceptual whole

Figure 1
Hierarchical Code-Subcode Map of Equal Opportunity in Education
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features of the Kyrgyzstan education system (rural-urban distinction, private-public
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school difference, poverty).

Interpreting Equal Opportunities in Education as a Rights-Based Principle

Teachers' views indicate that equity in education is primarily conceptualized
within the framework of "equal right to education." A large portion of participants
define education as a universal human right and emphasize that the state must ensure
this right fairly for all individuals. One teacher expressed this as follows: "Every
person has the right to education and must adequately pass on the education they
receive to future children. They should teach them how to use and disseminate
knowledge in life" (P11). Similarly, another participant articulated a rights-based
approach by stating, "Every citizen has the right to education" (P10).

However, some teachers offered critical evaluations regarding the practical
implementation of rights-based equality. While emphasis on compulsory education
points to the need for inclusive structuring of education, views were also expressed
that individual differences are not sufficiently considered. For instance, one
participant highlighted the compulsory aspect by saying, "All youth are required to
receive 12 years of education” (P9), whereas another teacher argued, "Equal education
is not right; each individual should select courses according to their own abilities"
(P34), stressing the need to rethink equity in education in a way that accounts for
individual differences. These views demonstrate that teachers support equity in
education at a principled level but hold diverse and sometimes critical evaluations
regarding how this principle is implemented in practice.

Structural Inequalities Generated Through School Types and Learning
Environments

In the interviews, teachers frequently evaluated inequalities in equity in
education through infrastructure differences tied to school type and learning
environments. Participants expressed that differences in physical facilities and
equipment levels between schools in rural and urban areas, as well as between public
and private schools, directly affect the educational process. One teacher articulated
this as follows: "All schools should have equal conditions. Regardless of city or
village, there should be the same classrooms, computer laboratories, and sports halls"
(P7). Similarly, another participant drew attention to the need to eliminate differences
based on school type by stating, "Despite the existence of private and public schools,
everyone should have the same opportunities to receive education" (P6).

Some teachers emphasized that deficiencies in infrastructure and equipment
limit students' learning processes. The statement "It is necessary to provide the same
facilities in all schools in the country and to work with the same education program"
(P3) indicates that inadequacies in technological equipment and physical facilities are
reflected in the teaching process. A participant highlighting differences between rural
and urban schools stated, "The same education should be received in rural and urban
schools without any discrimination" (P5), revealing that regional inequalities are
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evaluated by teachers as a prominent problem area. These views demonstrate that
teachers largely conceptualize equity in education within the framework of the
conditions offered by school type and learning environments.

How Socioeconomic Resources Shape Educational Opportunities

Teachers' views indicate that socioeconomic conditions are conceptualized in the
context of equity in education, particularly through the additional opportunities
students can utilize during their educational process. Participants expressed that
families' economic resources directly influence supportive educational opportunities,
such as attending private schools or accessing tutoring and private lessons. One
teacher articulated this by stating, "Children of the wealthy can take additional
lessons" (P1), while another participant noted that economic resources facilitate
access to diverse learning environments: "The wealthy make use of their opportunities
by attending all kinds of courses; they have many chances to develop themselves by
studying in private schools and going to various courses" (P22). Similarly, the view
"Wealthy children have more opportunities than others to receive a good education,
so they go to extra lessons and can attend private schools" (4) reveals that
socioeconomic conditions create significant differentiation in access to educational
opportunities.

However, a small number of teachers emphasized that success in education
cannot be explained solely by economic resources and drew attention to the
importance of individual effort and upbringing. The statement "It's not about wealth,
but in the child himself and how he is raised" (P13) acknowledges the influence of
socioeconomic factors while indicating that the ideal of equity in education is also
evaluated through individual characteristics. When considered together, these views
suggest that teachers largely regard socioeconomic conditions as a determining factor
in access to educational opportunities, although there are more limited counter-
evaluations indicating that this influence is not absolute.

Individual Effort and Ability Encountering Structural Limitations

Teachers' views indicate that individual talent and effort are recognized as
significant factors in discussions of equity in education; however, these factors are not
considered independently of socioeconomic conditions. A portion of participants
emphasized that students' individual desire and hard work play a decisive role in their
academic success. One teacher expressed this as follows: "If a student has the desire
to read and learn, then it does not depend on whether they are rich or poor" (P15).

Nevertheless, a substantial number of teachers stressed that socioeconomic
limitations restrict the extent to which individual effort and talent can be reflected in
the educational process. The statement "Poverty affects intelligent students. They
need money to study the subjects they want in depth; if they do not have money, they
can only rely on their own strength" (P4) points to how economic conditions can
narrow learning opportunities. Some teachers noted that students can continue their
education despite economic hardship under current school conditions, as reflected in
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the view: "Even if they do not have financial means, they can still receive education"
(P12). However, such evaluations remained limited, with more dominant views
indicating that merit and effort frequently encounter various structural constraints in
practice, as illustrated by the statement: "No matter how intelligent a student is,
poverty sometimes creates a major obstacle" (P5). These findings reveal that while
teachers value individual talent and effort, they consider socioeconomic conditions to
constitute a determining context for achieving equity in education.

Rural and Socioeconomic Vulnerabilities in Access to Education

A significant portion of teachers expressed that, in the context of equity in
education, access limitations- particularly those associated with poverty and rural
living conditions- are experienced. Participants emphasized that such inequalities are
not limited to individual academic experiences but are closely related to the social and
geographical conditions in which students find themselves. These evaluations indicate
that teachers address access to education within the framework of structural and
environmental factors.

Differences between rural and urban areas represent one of the primary
dimensions highlighted by teachers in discussions of access and inclusivity. The view
that students in rural areas is disadvantaged in accessing educational opportunities are
widespread among teachers. One participant summarized this situation with the
statement: "They cannot benefit equally from opportunities” (P20). In contrast,
evaluations asserting that no inequalities exist in education remained limited in
number. These findings reveal that teachers approach access to education as an issue
related to the environment and socioeconomic conditions in which students live, rather
than individual preferences.

Structural Inequalities and Institutional Problems in the Kyrgyz Education
System

Teachers' evaluations of the education system in Kyrgyzstan focus on various
structural problems that hinder the provision of equity in education. Participants
particularly highlighted differences in infrastructure between schools and the
concentration of qualified teachers in certain school types as fundamental factors
deepening inequality in education. One teacher expressed this as follows: "I think that
an equal education system has not yet been fully established in Kyrgyzstan because
while many schools are not equipped technically in any way, some schools are
equipped" (P26). Such evaluations indicate that teachers largely conceptualize equity
in education through physical and institutional conditions (Gul, 2019).

Some participants also drew attention to practices they believe undermine fair
functioning in the education system. In particular, favoritism and practices based on
networks of relationships were evaluated as one of the barriers to equality in
education. One teacher's statement, "I think it does not fully work in our country.
Corruption, nepotism, and personal connections still prevail" (P28), reveals how
teachers perceive such structural problems.
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Differences between rural and urban areas also hold a significant place in teachers'
evaluations of system-level inequalities. Views such as "In private schools in the city,
a deeper education is provided, whereas in rural areas, the education level is lower"
(P7) demonstrate that regional differences are addressed by teachers as a structural
problem limiting equity in education. These findings reveal that when evaluating the
education system in Kyrgyzstan, teachers center on institutional functioning and
structural conditions beyond individual experiences.

Discussion, Conclusion and Suggestions

This study reveals that primary school teachers in Kyrgyzstan largely evaluate
equity in education within the framework of structural conditions, socioeconomic
differences, and opportunities for access to education. While teachers strongly support
the principle of equity in education at a theoretical level, they express that this
principle is significantly limited in practice due to school type, regional differences,
and the social environments in which students find themselves. The findings indicate
that although emphasis on individual effort and talent appears in teachers' discourses,
these elements are not considered independently of socioeconomic and institutional
conditions. In this respect, the study offers a holistic and contextual perspective based
on teachers' experiences to discussions on equity in education in Kyrgyzstan.

Equity in education is accepted as a universal principle in international human
rights discourse and contemporary education policies. This normative framework,
which stipulates that the right to education must be guaranteed for all individuals
regardless of gender, health status, ethnic origin, language, or socioeconomic position,
serves as one of the fundamental reference points for education policies in
Kyrgyzstan, as in many countries. However, the strong definition of equity in
education at a normative level does not mean that this principle is implemented
without issues in practice. As highlighted in the literature, equity in education is not
merely an issue limited to access; it is a multidimensional phenomenon that must be
addressed together with education quality, learning environments, and pedagogical
processes (UNESCO, 2020).

This situation makes visible the gap between the discourse of equity in education
and practices at the classroom and school levels. It is observed that teachers, as actors
who directly experience this gap, evaluate the principle of equality not only through
individual attitudes but within the institutional and societal context in which they are
situated. In this context, teaching requires an inclusive pedagogical practice that goes
beyond knowledge transmission, recognizing differences and incorporating them into
educational processes (Hargreaves, 2003). However, this inclusive role cannot be
sustained solely through teachers' individual good intentions or professional
awareness.

The findings of the study indicate that concentrating expectations for achieving
equity in education on teachers carries the risk of rendering the structural dimensions
of the equality principle invisible. Although teachers' awareness of the equality
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principle and their individual efforts are important, the impact of these efforts is
limited by the resources provided by the education system, school infrastructure, and
regional conditions. This situation points to the need to address responsibility for
equity in education within the context of structural arrangements rather than
delegating it to individual actors (Ismailbekova & Giil, 2025).

Although the literature frequently emphasizes the relationship between families'
socioeconomic and cultural resources and students' educational processes, there are
strong criticisms that this relationship is more a consequence than a cause of inequality
(Lareau, 2011; Sirin, 2005). Positioning family involvement as a fundamental
condition for equity in education risks pushing the state's and education system's
responsibility for equality into the background and reducing structural inequalities to
individual family practices. In this context, the roles attributed to families are critically
discussed in the sociology of education literature regarding how they pave the way for
the reproduction of socioeconomic inequalities.

The findings obtained in the Kyrgyzstan context demonstrate that differences in
access to education and education quality cannot be explained solely by individual
family preferences or levels of support; structural factors such as school infrastructure,
teacher distribution, and regional resource inequalities are determining
(Abdoubaetova, 2020). In this respect, the study reveals that redefining responsibility
for achieving equity in education through families carries the risk of overlooking the
processes of production and reproduction of inequality. Equity in education becomes
a meaningfully discussable goal only when addressed as a public and structural
responsibility.

The findings of the study reveal that equal access to education is closely related
to teachers' inclusive attitudes and pedagogical approaches, while also showing that
this relationship cannot be considered independently of structural conditions.
Teachers' classroom practices have a determining influence on students' motivation
and learning processes. Indeed, Erduran's (2023) study demonstrates that teacher
attitudes and pedagogical strategies significantly affect student achievement.
However, this influence is limited by the school environment in which teachers work
and the opportunities provided by the education system, beyond their individual
efforts.

At this point, discussions on equity in education within the framework of Rawls's
approach to justice make visible the limitations of considering teachers' roles as a
sufficient solution on their own. As Rawls emphasized, merely defining equal starting
conditions is not enough to eliminate the disadvantages created by deep
socioeconomic inequalities. This situation indicates that teachers' inclusive and
supportive pedagogical practices can serve a compensatory function for
socioeconomically disadvantaged students; however, this compensation does not have
the capacity to fully overcome structural inequalities.
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Another prominent finding in the study is that one of the significant factors
limiting equity in education is the rural-urban divide. Inadequate infrastructure,
teacher shortages, and limited educational materials in rural schools are among the
primary factors making equal access to education difficult (Petek & Onder, 2015).
This situation becomes more pronounced in Kyrgyzstan, which has a geographically
dispersed structure (Valeeva, 2018). The findings demonstrate that equal access to
education can be achieved not only through in-school practices but also through the
transformation of regional and socioeconomic structures.

The deepening of equity in education by socioeconomic inequalities is strongly
evident both in the findings of this study and in the literature. Children from low-
income families face significant disadvantages in terms of school choice, access to
educational materials, and supportive learning environments (Alieva & Kovyazina,
2020; Sahin, 2019; Valeeva, 2018). These inequalities affect the distribution of
educational opportunities not only at the national level but also globally. When
opportunities such as studying abroad remain limited to certain socioeconomic
groups, the applicability of equity in education is seriously weakened (Ozsoy, 2002).

In conclusion, this study reveals that equity in education in Kyrgyzstan is a problem
area intertwined with structural, socioeconomic, and regional inequalities, not limited
to teachers' individual efforts. Achieving equity in education requires not only in-
school reforms or individual pedagogical approaches but also a holistic approach that
centers public responsibility and structural transformation. In this framework, the
study contributes to rethinking equity in education within societal and institutional
contexts, without reducing it to the good intentions of individual actors.

The views of teachers in Kyrgyzstan regarding EOE reveal the depth of
structural and socioeconomic problems in the education system. Teachers have
highlighted material and infrastructural deficiencies in public schools. The education
budget should be increased, with specific funds allocated to improve the physical and
technological infrastructure of rural schools. It has been noted that rural schools offer
fewer resources compared to urban ones. Incentive programs, such as salary increases
and housing support, could be developed to attract qualified teachers to rural areas.
The study revealed disadvantages faced by children from low socioeconomic
backgrounds in accessing private schools and supplementary courses. Providing free
educational materials, scholarships, and additional tutoring opportunities could
mitigate these disparities. The importance of teachers adopting an inclusive
educational approach has been emphasized. Regular professional development
training on diversity-sensitive and equitable pedagogical practices should be provided
to teachers. Teachers have also indicated that favoritism undermines EOE.
Transparent and objective mechanisms for teacher appointments and resource
allocation could be established. These recommendations aim to foster a more
equitable and inclusive education system in Kyrgyzstan.
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Bu ¢alisma, Kirgizistan’daki ilkokul 6gretmenlerinin egitimde firsat esitligi (EFE) konusundaki
goriislerini nitel bir yaklagimla incelemeyi amaglamaktadir. Durum g¢alismasi1 desenine dayali
olarak, 38 6gretmenle yar1 yapilandirilmig goriismeler yoluyla veri toplanmis ve MAXQDA 24
kullanilarak tematik analiz yapilmistir. Bulgular, 6gretmenlerin EFE’yi temel bir insan hakki
olarak gordiigiinii ve esitlik¢i egitimin sosyoekonomik statii, cinsiyet, etnik koken veya cografi
konumdan bagimsiz olmasi gerektigini vurguladigini gostermektedir. Ancak, kirsal-kentsel
ayrimi, 6zel-devlet okulu farklart ve yoksulluk gibi yapisal sorunlar EFE’yi zorlagtirmaktadir.
Ogretmenler, zengin ailelerin ¢ocuklarmim ek kurslar ve &zel okullar yoluyla avantaj elde
ettigini, bu durumun yetenekli 6grencilerin potansiyelini sinirladigimni belirtmistir. Kirsal
alanlardaki altyap1 eksiklikleri ve kayirmacilik da onemli engeller olarak one c¢ikmustir.
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Insanlik tarihi boyunca hak ve adalet kavramlar1 &zellikle toplumsal kaynaklarin,
statiilerin ve firsatlarin nasil dagitilmasi gerektigi baglaminda tartigilmistir. Bu
tartigmalarin en goriiniir ve kurumsal alanlarindan biri ise egitimdir. Ciinkii egitim
sistemleri, bireylerin toplumsal konumlarini belirleyen temel mekanizmalardan biri
olarak, hak ve adalet ilkelerinin somutlastigi1 baglica kamusal yapilardir. Bu ¢ergevede
egitimde firsat esitligi, bireylerin sosyoekonomik kokenleri, cinsiyetleri, yasadiklar
bolge ya da kiiltiirel sermayeleri ne olursa olsun, egitim olanaklarina adil ve esit
bicimde erisebilmelerini ifade etmektedir (Giil ve Yesil, 2024). Nitekim bir {ilkede
yasayan tlim bireylerin esit egitim firsatlarindan yararlanabilmesi, yalnizca bireysel
basarilart degil, aym1 zamanda iilkenin uzun vadeli kalkinmasini, toplumsal
biitiinliigiinii ve insan kaynaginin verimli kullanimin1 dogrudan etkilemektedir
(Kiiclikstileymanoglu, 2025). Demokrasi, sosyal adalet, ekonomik gelisme ve
toplumsal uyum gibi temel hedeflerin siirdiiriilebilir bigimde gergeklestirilebilmesi ise
ancak egitim sisteminde firsat esitliginin saglanmasi ve bu esitligin iilke genelinde
yapisal olarak gilivence altina alinmasiyla miimkiin olabilmektedir (Aslanargun,
2022). Bu yoniiyle firsat esitligi, yalnizca bireylere esit kosullar sunulmasini degil;
ayn1 zamanda egitim politikalarinin, kaynak dagiliminin ve uygulamalarin
dezavantajli gruplar1 gdzeten adil bir ¢ergevede yapilandirilmasini da kapsamaktadir.

Egitim uzun zamandir temel bir insan hakki olarak kabul edilmistir. Bireylerin
iiretkenligi ve refahi ile toplumlarin ekonomik ve sosyal kalkinmasi igin kritik bir
gerekliliktir. Bu nedenle, egitime esit erisimin dnemi uluslararasi sozlesmelerde
defalarca vurgulanmistir. Ornegin 1948 Insan Haklar1 Evrensel Beyannamesi ve 1966
Ekonomik, Sosyal ve Kiiltiirel Haklara Iliskin Uluslararas1 S6zlesme, egitimin liyakat
ve bireysel yetenek temelinde tiim bireylere esit olarak erisilebilir olmasi gerektigini
belirtmektedir (UNESCO, 2018). Egitime erisim ve Ogrenme g¢iktilari, cinsiyet,
dogum yeri, etnik kdken, din, dil, gelir, zenginlik veya engellilik gibi bireylerin
kontrolii digindaki kogullardan etkilenmemelidir (UNESCO, 2021).

Egitimde esitlik ve egitimde firsat esitligi tartigmalari, 6zellikle II. Diinya Savasi
sonrasinda ortaya ¢ikan modern refah devleti anlayisi ve buna paralel olarak gelisen
egitim politikalari ¢ergevesinde yogunlagmistir. Modern devletlerin egitimi toplumsal
hareketlilik, ekonomik kalkinma ve demokratik yurttaglik liretiminin temel aract
olarak konumlandirmasi, egitim sistemlerinde esitlik ilkesini merkezi bir politika
alan1 haline getirmistir. Bu baglamda, egitimde esitsizliklerin yalnizca bireysel
yetenek ya da cabaya degil; toplumsal yapi, sosyoeckonomik konum ve kurumsal
diizenlemelere dayandigimi ortaya koyan calismalar, egitimde firsat esitligi
tartismalarmin yéniinii belirlemistir. Ozellikle Coleman Raporu ile birlikte 1960’1
yillarda egitimde esitlik tartismalari, egitimde firsat esitligi (EFE) kavrami etrafinda
yeniden sekillenmis, 6grencilerin akademik basarilarinin okul i¢i faktorlerin yani sira
aile arka plani, sosyal ¢evre ve kiiltiirel sermaye gibi yapisal degiskenlerle giiclii
bicimde iligkili oldugu vurgulanmistir (Mehta vd., 2025). Bu donemi izleyen
calismalarda, egitimde firsat esitsizliklerinin cinsiyet, bdlge, dil, din ve etnik kdken
gibi farkli toplumsal eksenler iizerinden yeniden iiretildigi ortaya konmus, egitimde
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firsat esitligi literatiirli, egitim politikalari, okullagsma oranlari, kaynak dagilimi ve
egitim paydaslarmin rolleri gibi ¢ok boyutlu parametreler ¢ergevesinde geligmistir
(Sahin, 2019). Bu ¢ercevede, egitimde firsat esitliginin yalnizca egitim sistemine
erigsimle sinirl olmadigy; egitim siirecinde sunulan imkanlar, pedagojik uygulamalar
ve dgrenme ortamlarinin niteligiyle yakindan iliskili oldugu kabul edilmektedir. Bu
noktada dgretmenler, egitimde firsat esitliginin hayata gegirilmesinde kritik bir aktor
olarak one ¢ikmakta; sinif i¢i uygulamalar, beklentiler ve sunulan grenme firsatlar
yoluyla esitsizliklerin ya yeniden iiretildigi ya da azaltilabildigi bir konumda yer
almaktadir.

Bu ¢aligmanin temel amaci, Kirgizistan’daki ilkokul 6gretmenlerinin egitimde
firsat esitligine iliskin goriislerini incelemektir. Kirgizistan’da egitimde esitsizlikler
iizerine yapilan onceki ¢caligmalar, agirlikli olarak egitime erisim, altyap: farkliliklari
ve sosyoekonomik degiskenleri nicel gostergeler lizerinden ele almis; kirsal-kentsel
ayrimlar ve yoksulluk gibi yapisal sorunlara odaklanmistir (Alieva ve Kovyazina,
2020; Valeeva, 2018). Ancak bu ¢aligmalar, egitimde firsat esitliginin 6gretmenlerin
mesleki deneyimleri ve smif i¢i uygulamalar1 baglaminda nasil ele alindigina iliskin
nitel verileri sinirli diizeyde tartigmaktadir. Bu arastirma, ilkokul 6gretmenlerinin
egitimde firsat esitligine dair deneyim ve degerlendirmelerini nitel bir yaklagimla ele
alarak, Kirgizistan egitim sisteminde esitsizliklerin sosyoekonomik, cografi ve
kurumsal boyutlarinin gretmen deneyimleri iizerinden nasil goriiniir hale geldigini
ortaya koymay1 amaglamaktadir. Ogretmenlerin bu konudaki deneyimleri ve
degerlendirmeleri, egitim politikalarinin sahadaki yansimalarini anlamak ve egitimde
firsat esitligini gliglendirmeye yonelik politika ve uygulamalar i¢in baglamsal bir
tartisma zemini sunmaktadir. Bu yoniiyle ¢aligma, Kirgizistan baglaminda egitimde
firsat esitligi tartigmalarina 6gretmen deneyimlerini merkeze alan nitel bir katki
saglamay1 hedeflemektedir.

Kavramsal ve Baglamsal Cerceve

Egitimde Firsat Esitligi: Kavramsal Tartismalar ve Kwrgizistan’daki Genel
Goriiniim

Egitimde firsat esitligi, tiim bireylerin egitim hizmetlerine adil ve esit kosullar
altinda erisebilmesini ve bu hizmetlerden en {ist diizeyde yararlanabilmesini ifade
etmektedir. Bu yaklasim, bireysel basartyr yalnizca dogustan gelen yeteneklerle
aciklamak yerine, bireylere sunulan egitimsel imkanlar ve firsatlarin belirleyici roliinii
on plana ¢ikarmaktadir (Ozsoy, 2002). Egitimde esitlik kavramu ise din, dil, 1k,
cinsiyet, siyasi goriis, felsefi inan¢ ya da mezhep gibi temellere dayali ayrimcilig
reddeden hukuki ve toplumsal bir ilke olarak tanimlanmaktadir (Tung, 1969). Bu
baglamda egitim, bir yandan evrensel bir insan hakki olarak esit bicimde sunulmasi
gerecken bir alan, diger yandan toplumsal esitsizliklerin azaltilmasinda etkili bir
politika araci olarak goriilmektedir (Sensoy, 2022). Dolayisiyla egitim sistemlerinin,
bireylerin sinifsal kdkeni, etnik aidiyeti ya da toplumsal konumundan bagimsiz olarak
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adil 6grenme kosullart sunacak bigimde yapilandirilmasi gerekmektedir (Giirel ve
Cetin, 2017).

Egitimde firsat esitligi, tim ilkeler ve hatta taninmis uluslararas: kuruluslar
tarafindan siirekli dile getirilen ve vurgulanan bir ilke gibi goriinse de, pratikte bu
konuyu ele almak i¢in ¢ok fazla ¢aba sarf edildigi sdylenemez. Ciinkii 6grencilerin
toplumda siirekli olarak karsi karsiya kaldigi sosyal simif farkliliklart olgusu,
ogrencilerin okullarda agikc¢a yiizlesmeleri gereken bir gercektir (Polat, 2024). Ayrica
okul ve ig hayatinda basarinin kisisel yetenek ve becerilere bagli oldugu diisiincesi
toplumdaki esitsizligi mesrulagtirir ve olasi basarisizligin sorumlulugunu aileye ve
cocuga yiikler. Boylece toplumsal yasamdaki igb6liimiine uygun hiyerarsik yapiya
sahip bireyler yetistirilir (Unal ve Ozsoy, 1998). Dahasi, toplumdaki yerinin
kacinilmaz oldugunu fark eden 6grenci, bazi ¢ocuklarin yetenekli, digerlerinin ise
yetersiz oldugunu diistiniir (Turner, 1997).

Egitim kaynaklarinin dagilimin egitime erisim ve katilim agisindan ele almak,
egitim esitliginin toplumsal ve ekonomik boyutunu olusturur; egitime uygunlugu
acisindan bakmak ise egitimsel veya psikolojik yoniinii temsil eder (Lincoln, 2015).
Bu ¢ergevede egitimde firsat esitligi sorunu, yalnizca egitime erigimle sinirli olmayan,
egitim silirecinde sunulan 6grenme ortamlarinin, pedagojik uygulamalarin ve egitsel
imkanlarin niteligiyle dogrudan iliskili bir kalite sorunu olarak ele alimmaktadir
(Garces-Voisenat, 2016). Ciinkii egitimde firsat esitligi, bireylerin yalnizca ayni
egitim haklaria sahip olmasini degil, bu haklardan farkli yetenek ve ilgi diizeylerine
uygun, nitelikli 6grenme kosullar altinda yararlanabilmelerini gerektirmektedir
(Lincoln, 2015).

Egitimde firsat esitligi, Kirgizistan’da devletin cocuk haklarina ve egitime iliskin
yiikimliilikleri c¢ercevesinde ele alinan temel politika alanlarindan biridir.
Kirgizistan’da ¢ocuk haklarinin korunmasi ve uygulanmasina yonelik sorumluluklar
ylrlitme organlarn ile birlikte Caligma ve Sosyal Kalkinma Bakanligi, Saglik
Bakanlig1 ve Egitim Bakanlig1 gibi farkli kamu kurumlar arasinda paylagilmaktadir
(Aitbaeva, 2024). Bagimsizligini kazandigi 1991 yilindan itibaren Kirgizistan, ¢ocuk
haklar1 ve egitime erisim alaninda g¢esitli yasal ve kurumsal diizenlemeler
gerceklestirmis; okuryazarlik oranlarinda artis saglanmis ve 6zellikle temel egitim
diizeyinde ¢ocuklarin erken yaslardan itibaren egitime erigimi yayginlastirilmistir. Bu
siiregte Kirgizistan’in, 1994 yilinda egitim, saglik ve adalet gibi temel haklara erigimi
giivence altina alan Cocuk Haklarina Dair S6zlesme’ye taraf olmasi, egitimde firsat
esitliginin ~ uluslararasi  normlar  dogrultusunda  devlet  politikalariyla
iligkilendirilmesinde 6nemli bir doniim noktast olmustur (UN, 2022).

Egitime esit erisime ragmen, Kirgizistan’in farkli bolgelerindeki okul
¢ocuklarmin aldig1 egitimin kalitesi biiyiik 6l¢iide farklilik gostermektedir. Ozellikle
bazi okullarda 6grenci sayisinin fazla olmasi, etkili 6grenme ortami ve 6grencilerin
gelisimine etki edecek bina ve tesislerin eksikligi buralarda egitim kalitesinin

355



AUEBFD; 2026; 59, (1), 335-373

diismesine neden olmaktadir (Alimbekov, 2021; UNICEF, 2022). Istatistiklere gore,
her dort Kirgizdan biri yoksulluk sinirinin altinda yasarken, ¢cocuklar arasinda bu oran
ligte bire kadar diismektedir (Stat Kg, 2024). Valeeva’ya (2018) gore, yoksulluk kirsal
alanlarda kentsel alanlara gore daha derin ve yaygindir. Bu durum yoksul ailelerin
cocuklarinin 6zel ders, bilgisayar ya da ek egitim materyalleri gibi destekleyici egitim
imkanlarina erigsimini ciddi bigimde sinirlandirmaktadir. Dolayisiyla, egitime erigimin
formel olarak saglanmis olmasi, 6grencilerin nitelikli 6grenme kosullarina esit
bi¢imde sahip oldugu anlamina gelmemektedir (Alieva ve Kovyazina, 2020). Bu
yapisal esitsizlikler, egitimde firsat esitliginin sinif i¢i uygulamalar ve &gretmen
pratikleri diizeyinde nasil deneyimlendigini incelemeyi gerekli kilmakta;
Ogretmenlerin bu kosullar altinda EFE’yi nasil anlamlandirdiklart ve uyguladiklar
sorusunu arastirmanin merkezine yerlestirmektedir.

Yontem

Bu boliim, arasgtirmanin yontemsel c¢ercevesini sunarak arastirma deseni,
katilimcilar, veri toplama siireci ve veri analiz stratejilerini ayrtili bigimde
acgiklamaktadir.

Arastirma Modeli

Bu c¢aligma, nitel aragtirma yaklasimlarindan durum c¢alismast deseni
kullanilarak yapilmistir. Durum ¢aligmasi, belirli bir olgunun, siirecin veya sistemin
gercek yasam baglaminda derinlemesine incelenmesini saglar (Stake, 2003; Yin,
2014). Bu arastirmada Kirgizistan’daki sinif 6gretmenlerinin egitimde firsat esitligine
iligskin alg1 ve deneyimleri ele alinmistir. Caligma, Kirgizistan’in egitim sistemini tek
bir vaka olarak ele almaktadir; Yapisal, sosyoekonomik ve cografi esitsizliklerin
baglamsal dinamiklerini 6gretmenlerin goriisleri {izerinden ortaya koymay1 amaglar.
Durum c¢aligmasi tasarimi, 6gretmenlerin algilarinin sadece bireyle degil, aym
zamanda iilke politikalari, kirsal-kentsel ayrimi, yoksulluk ve okul altyapist gibi
baglamsal faktorlerle etkilesimini anlamak i¢in secilmigtir (Merriam, 2013). Bu
baglamda 38 6gretmenin goriisleri, Kirgizistan'da egitimde firsat esitliginin gergek
yasam kosullarinda isleyisini betimlemek ve agiklamak i¢in zengin bir veri kaynagi
olugturmustur

Calisma Grubu

Aragtirmanin  verileri, amacl &rnekleme tekniklerinden biri olan Olgiit
ornekleme teknigi ile Kirgizistan'daki ilkokul 6gretmenlerinden toplanmistir. Bu
ogretmenler, durumun (Kirgizistan egitim sistemi) i¢inden segilmis tipik temsilciler
olarak belirlenmistir (Yin, 2018). Olgiit o6rmeklemede, katilimcilar 6nceden
belirlenmis Olciitlere gore segilir; bu yontem, arastirmanin odaklandig1 konu hakkinda
derinlemesine bilgi ve deneyim sahibi bireyleri hedefleyerek veri kalitesini artirir
(Nyimbili & Nyimbili, 2024). Calismada, katilimcilarin ilkokul 6gretmeni olmasi,
yaslarinin 30 ve {izeri olmasi ve deneyimlerinin 8 yil veya daha fazla olmasi Gl¢iit
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olarak belirlenmistir. Bu kriterlerin segilmesinde, katilimcilarin egitim ortaminda
egitimde firsat esitligi ile ilgili deneyimler hakkinda yeterli bilgiye ve perspektife
sahip olmalari 6n planda tutulmustur. Ozellikle, ilkokul Ogretmenleri kriteri,
arastirmanin  odaklandigi egitimde firsat esitligi kavrammin temel egitim
kademesinde (ilkokul diizeyinde) en dogrudan goézlemlenebilen ve etkilenen grup
olmast nedeniyle uygun goriilmiistiir. Ciinkii bu 6gretmenler, 6grencilerin erken
donemdeki sosyo-ekonomik farkliliklarini ve esitlik miidahalelerini giinliik pratikte
deneyimleyebilmektedir. Yas kriteri (30 ve iizeri), katilimcilarin yeterli deneyim
diizeyine ulagsmis olmalarini saglamak amacryla belirlenmistir; ¢linkii 30 yas ve iizeri
ogretmenler, genellikle kariyerlerinin daha stabil bir asamasinda olup, uzun vadeli
sistemik sorunlar1 daha iyi degerlendirebilmektedir. Deneyim kriteri (8 y1l veya daha
fazla) ise, 6gretmenlerin egitim sistemindeki esitlik sorunlarini yeterince gozlemlemis
ve deneyimlemis olmalarini garanti etmek icin secilmistir. Bu sayede katilimcilarin
soyut kavramlar yerine somut ornekler lizerinden katki saglamasi beklenmistir. Bu
kriterler, arastirmanin amacima uygunluk agisindan pilot bir 6n goriisme ile test
edilmis ve katilimeilarin konu hakkinda zengin veri sunabilecegi dogrulanmuistir.
Calismada belirlenen kriterlere uygun oldugu tespit edilen toplam 38 §gretmenle
goriismeler yapilmistir (Tablo 1). Katilimcilarin 24°{ kadm, 14°{ erkek 6gretmendir.
Katilimeilarin  yaglart 30 ile 54 arasinda ve deneyimleri 8 ile 26 arasinda
degismektedir.

Tablo 1

Calisma Grubundaki Ogretmenlerin Demografik ve Mesleki Ozellikleri
Katilimer Cinsiyet Yas Mesleki Deneyim (Y1l) Yerlesim
K1 Kadin 30 8 Kirsal
K2 Kadin 31 9 Kentsel
K3 Erkek 32 10 Kirsal
K4 Kadin 33 10 Kentsel
K5 Kadin 34 11 Kirsal
K6 Erkek 35 12 Kentsel
K7 Kadin 36 13 Kirsal
K8 Kadmn 37 14 Kentsel
K9 Erkek 38 14 Kirsal
K10 Kadmn 39 15 Kentsel
K11 Kadin 40 15 Kirsal
K12 Erkek 41 16 Kentsel
K13 Kadmn 42 16 Kirsal

(devam ediyor)
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Tablo 1 (devami)

K14 Kadin 43 17 Kentsel
K15 Erkek 44 17 Kirsal
K16 Kadm 45 18 Kentsel
K17 Kadm 46 18 Kirsal
K18 Erkek 47 19 Kentsel
K19 Kadm 48 19 Kirsal
K20 Kadm 49 20 Kentsel
K21 Erkek 50 20 Kirsal
K22 Kadm 51 21 Kentsel
K23 Kadin 52 22 Kirsal
K24 Erkek 53 23 Kentsel
K25 Kadin 54 24 Kirsal
K26 Erkek 34 11 Kentsel
K27 Kadm 35 12 Kirsal
K28 Kadin 36 13 Kentsel
K29 Erkek 37 14 Kirsal
K30 Kadin 38 15 Kentsel
K31 Kadm 39 16 Kirsal
K32 Erkek 40 17 Kentsel
K33 Kadm 41 18 Kirsal
K34 Erkek 42 19 Kentsel
K35 Kadm 43 20 Kirsal
K36 Erkek 44 21 Kentsel
K37 Kadm 45 22 Kirsal
K38 Erkek 46 26 Kentsel

Veri Toplama Araglan

Bu calismada veri toplama teknigi olarak yar1 yapilandirilmig goriisme
kullanilmustir. Arastirmanin veri toplama araci ise, yart yapilandirilmis gorlisme
teknigine uygun olarak gelistirilen bir goriisme formudur. Gériisme formu, 6ncelikle
egitimde firsat esitligi literatiirii dogrultusunda olusturulmus; ardindan nitel arastirma
ve egitim alaninda uzman iki akademisyenin goriisleri alinarak kapsam ve dil
acisindan gézden gegirilmistir. Formun uygulanabilirligini ve sorularin anlasilirligini
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test etmek amaciyla bir pilot goriisme gergeklestirilmis; pilot uygulama sonucunda
bazi sorular sadelestirilmis, tekrar eden ifadeler ¢ikarilmig ve goriigme akisini
giiclendirecek diizenlemeler yapilmistir. Nihai goriisme formu, O6gretmenlerin
egitimde firsat esitligine iliskin  deneyimlerini, bu deneyimleri nasil
degerlendirdiklerini ve egitimde esitsizligin sosyoekonomik, yapisal ve pedagojik
boyutlarint nasil anlamlandirdiklarim1 ortaya koymaya odaklanacak bigimde
yapilandirilmistir. Bu kapsamda goriismeler, 6gretmenlerin egitimde firsat esitligi
kavramma yiikledikleri anlamlar, egitim siirecinde karsilastiklar —esitsizlik
deneyimleri, sosyoekonomik kosullarin 6grenci basarisi ve egitim olanaklart
iizerindeki etkileri ile Kirgizistan’daki mevcut uygulamalara iligkin degerlendirmeleri
etrafinda sekillendirilmistir. Yar1 yapilandirilmig goriigme formu, katilimeilarin kendi
goriis ve diisiincelerini ayrintili bigimde ifade edebilmelerine olanak taniyacak esnek
bir gerceve sunmustur.

Etik Kurul Karan

Bu caligma, Helsinki Bildirgesi’ne uygun olarak yiiriitiilmiis ve Kurumsal Etik
Kurul onay1 alinmistir. Calismaya katilan tiim katilimcilardan bilgilendirilmis onam
almmustir. Ayrica veri toplama araglari, 29 Mart 2024 tarihinde Kirgizistan-Tiirkiye
Manas Universitesi Bilimsel Arastirma ve Yaym Etigi Kurulu tarafindan
onaylanmistir (Onay No: 2024.07.05, Karar No: 5). Katilimcilar, goriismelere
katilmadan once s6zlii onam vermistir.

Verilerin Analizi

Bu calismada veriler, yar1 yapilandirilmis bir goriigme formu kullanilarak yiiz
yiize gergeklestirilen tek seferlik goriismeler yoluyla toplanmigstir. Gorligmeler,
durumun baglamin1  (Kirgizistan’daki  okul tiirleri, kirsal/kentsel farklar,
sosyoekonomik yapi) yansitacak sekilde farkli bolgelerden (sehir merkezi, kirsal
alanlar) ve okul ftirlerinden (devlet/6zel) Ogretmenlerle cesitlendirilmistir.
Katilimeilara formlar doldurulmak iizere degil, goriismeleri yonlendirmek ve
standartlagtirmak amaciyla sunulmus; veriler, arastirmaci ile katilimcr arasinda
diyalog seklinde ilerleyen miilakatlar sirasinda kaydedilmistir. Bu yaklagim, Adams
(2015) tarafindan vurgulandigi {izere, standart anket sorularma bagli kalmadan
katilimcilarin giincel ve ongoriilemeyen goriislerini ortaya ¢ikarmayi saglar. Yari
yapilandirilmis miilakatlar, 6nceden belirlenmis acik uglu sorularla baglamis,
ardindan "neden" ve "nasil" gibi takip sorulari sorulmak suretiyle derinlemesine kesif
yapilmisgtir. Bu siireg, katilimcilarin diigiincelerini serbestce ifade etmesine olanak
tanirken, arastirmanin odak noktasini korumustur. Gorlismeler, katilimcilarin
goriislerini rahatca ifade edebilecegi giivenli ve sessiz ortamlar (okul smiflar1 veya
tarafsiz mekanlar) secilerek gergeklestirilmistir. Ayrica Brounéus vd. (2011)
Onerilerine gore aragtirmacilarin etik bir tutumla katilimcilarin hassasiyetlerini
dikkate almasi saglanmistir. Bu ortamlar, gii¢ dengesizligini minimize etmek ve
giiven olusturmak amaciyla titizlikle belirlenmistir. Her miilakat yaklagik 45-60
dakika stirmii, bu stire hem katilimeilarin yorgunlugunu 6nlemek hem de yeterli
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derinlikte veri toplamak igin makul bir sinir olarak kabul edilmistir. Miilakatlar,
giindiiz saatlerinde (genellikle okul sonrasi 14:00-16:00 arasi) planlanmustir.
Katilimcilara o6nceden c¢alisma amaci detaylica agiklanmis, gonilliilik esast
vurgulanmig ve herhangi bir asamada c¢ekilme hakki tammnmistir; goriismeler
esnasinda ses kaydi alinmis, ardindan transkripsiyonu yapilarak analiz igin
hazirlanmigtir. Bu yontem, nitel aragtirmalarda veri kalitesini artirirken, katilimcilarin
bireysel deneyimlerini dogal bir akista ortaya koymalarim sagladigindan (Jamshed,
2014) tercih edilmistir.

Veri analizi icin MAXQDA 24 programi kullanilmistir. Goriismeler ses
kayitlarindan yaziya dokiilmiis ve arastirmacilar tarafindan kontrol edilerek analiz
siirecine hazirlanmigtir. Veri analizi siirecinde, tematik analiz yaklagimimin temel
ilkelerinden yararlanilmig; ancak analiz, tamamen tiimevarimsal bir tema {iretme
siireci yerine, gorisme formunda yer alan arastirma odaklari dogrultusunda
yapilandirilmistir. Bu kapsamda, oncelikle goriisme sorularma paralel bir analitik
cerceve olusturulmus, ardindan katilimei ifadeleri bu ¢erceve icerisinde kodlanarak
ortak Oriintiller ve anlam kiimeleri belirlenmistir. Kodlama siirecinde, katilimci
deneyimlerini yansitan ifadeler tekrar tekrar gozden gegirilmis, benzer igerikler bir
araya getirilmis ve analitik kategoriler altinda diizenlenmistir. Boylece bulgular,
Ogretmenlerin egitimde firsat esitligine iliskin deneyimlerini ve degerlendirmelerini
yansitan tematik basliklar etrafinda, yapilandirilmis ancak veri temelli bir analiz
siireciyle raporlanmuistir.

Gecerlilik ve Giivenilirlik

Nitel aragtirmalarda, gecgerlik ve giivenilirlik, arastirma siirecinin seffafligi,

tutarlilig1 ve elde edilen bulgularin baglamsal olarak anlamli bigimde sunulmastyla
iliskilidir (Creswell, 2013). Bu calismada, 6gretmenlerin egitimde firsat esitligine
iliskin deneyim ve degerlendirmelerinin giivenilir bicimde analiz edilebilmesi
amactyla arastirmaci tiggenlemesi kullanilmistir. Arastirmac tiggenlemesi verilerin
birden fazla arastirmaci tarafindan bagimsiz olarak incelenmesini ve analiz siirecinde
yorumlarin karsilastirilmasini igeren bir yaklasimdir (Noble ve Heale, 2019).
Veri analizi siirecinde, goriisme sorularina dayali olarak olusturulan analitik ¢erceve
dogrultusunda kodlama yapilmis; katilimci ifadeleri bu ¢ergeve igerisinde sistematik
bigimde smiflandimlmistir. Ug arastirmaci, goriisme dokiimlerini MAXQDA 24
yazilimi kullanarak bagimsiz bigimde incelemis ve kodlama siirecinde ortaya ¢ikan
benzerlikler ve farkliliklar kargilastirilarak ortak bir yorum zemini olusturulmustur.
Bu siireg, analizde yorum tutarhiligini artirmay: ve arastirmaci yanliligini en aza
indirmeyi amaglamigtir (Guion, Diehl & McDonald, 2002).

Kodlama siireci, 6nceden belirlenmis analitik basliklar ¢ergevesinde yiiriitiilmiis;
MAXQDA 24’iin kodlama ve not alma 6zellikleri, arastirmacilarin analitik kararlarini
belgelendirmek ve siirecin izlenebilirligini saglamak amaciyla kullanilmigtir
(Kuckartz & Réidiker, 2019). Arastirmacilar, analiz siireci boyunca kendi
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varsayimlarini ve olast dnyargilarini refleksif notlar araciligiyla kayit altina alarak
refleksivite ilkesini gézetmislerdir (Lincoln & Guba, 1985). Ayrica, bulgularin
inandiriciligin artirmak amaciyla segili katilimcilarla tiye kontrolii gergeklestirilmis;
elde edilen yorumlarin katilimci deneyimleriyle uyumlu olup olmadig: teyit edilmistir
(Creswell & Poth, 2018). Bu uygulamalar, ¢aligmanin i¢ tutarliligini giiclendirmis ve
bulgularin benzer baglamlarda yorumlanabilirligine katki saglamustir.

Arastirmacilarin Konumsalhg

Bu ¢alisma iki yazann kapsamaktadir. Disiiniimsellik ruhuyla, bulgular
sunmadan 6nce bakis agilarimizi kabul ediyoruz. Verileri toplayan ve analiz eden ilk
yazar, egitim alaninda deneyimli bir arastirmacidir. ikinci yazarin gesitli sehirlerde
kapsamli 6gretim deneyimi vardir. Her ikisi de bulgularin ve ¢ikarimlarin
yorumlanmasina katkida bulunmugtur. Etnik-irksal gegmisleri, veri yorumunu
etkilemis olabilir. Ciinkii arastirmacilarin etnik-irksal kimlikleri, hangi verilere
odaklanacaklarini, hangi sorular1 soracaklarini veya hangi analitik g¢erceveleri
kullanacaklarini  sekillendirebilir. Etnik-irksal azinhk gruplaryla ilgili veriler
yorumlanirken, aragtirmacilarin kendi kiiltiirel varsayimlar veya stereotipler, bilingli
veya bilingsiz olarak, verilerin analizine yansiyabilir. Bu durum, drnegin, belirli
temalarin asir1 vurgulanmasina veya bazi bulgularin géz ardi edilmesine neden
olabilir. Ancak, her iki yazar da katilimct 6gretmenler adina konusmaktan kaginmak
icin mevcut dnyargilar paranteze almaya ¢alismistir. Konumsalligimizin ¢alismay1
bir dereceye kadar etkilemis olabilecegini kabul ediyoruz. Bunu ele almak igin,
orneklemle ilgili tiim yargilar, varsayimlar1 ve dnyargilari paranteze alacak sekilde
belgelendi (Lincoln ve Guba, 1985).

Bulgular

Bu boliimde, Kirgizistan’da gorev yapan ilkokul 6gretmenlerinin egitimde firsat
esitligine iliskin deneyim ve degerlendirmelerine iligkin bulgular sunulmaktadir.
Bulgular, goriisme sorularina dayali olarak yapilandirilmis analitik c¢erceve
dogrultusunda, o6gretmenlerin deneyimlerini one ¢ikaran ana kategoriler ve bu
kategoriler altinda toplanan alt basliklar ¢ercevesinde ele alinmistir. Bu dogrultuda
bulgular; 6gretmenlerin mesleki deneyimleri, sosyoekonomik kosullarin egitim
siireglerine etkisi, 6grenci yetenegi ve basart algilari, egitime erigsim olanaklari,
ogretmenlerin egitimde firsat esitligindeki rolleri ve Kirgizistan’daki mevcut
uygulamalara iligkin degerlendirmeleri basliklart altinda sunulmustur. Her bir ana
baslik altinda, katilimc1 ifadeleri dogrudan alintilarla desteklenerek ayrintilandiriimis;
benzer ve ayrisan goriisler karsilastirmali bigimde yorumlanmustir. Bulgulara iliskin
genel analitik ¢ergeve ve kategori—alt kategori iligkileri Sekil 1°de kavramsal bir
biitlinliik i¢erisinde gosterilmektedir.
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Sekil 1
Egitimde Esit Firstin Hiyerarsik Kod-Alt Kod Haritasi

Kent-Krsal Sorunu
4

Kapsayici Ogretmen Egitim Programi Ders Materyali
EsitEgitim Alnamaz Ozel Okul - Deviet Okulu T T Ogretmen Yeteriikieri
- Sorunu / -
Ebeveyn Destegi - Y:sam Sartlan
Okulun Olanaklan Onemii Kayrmacik
- \ -
Esit Egitim Alinabilir - Esit Olanaklar
- i
— Egitimde Esit Firsat S =
Algisi ve Hak Temelli Kirgizistan'a Ozgii
Sorunlar
- v
Yetenek Onemii Esitsizlige Ugradm
- .
Esitsizliklerin Bireysel Egitime Erisi -
Yetenek ve Zenginlik Yetenek ve Caba = Egitimde Firsat Esitligi —— ™ e e
Onemii Etkilegimi 9 KEgnio Kapsayici Ogretim
-
Zenginlik Onemh< Esitsizige Ugramadm
- N
Sosyo Ekonomik Okul Tiirii ve Ogrenme
Faktorlerin Belirleyici Ortamlarindaki
Roli Esitsizlikler

= Ogrenme Ortami
-
B Esit Egitim Hakki
Ozel Okullar ve Kurslar

-
T
Ogrencinin yetenek ve - Ogretmen Tutumu

- / \
Zekasna Bagh | Okul Tird | EQitim Programi
B 1 A | ~
Yurt Dginda Eg-um‘ Zenginiigin Onemi Yok Ulkenin Geligmigligi ) Sosyal Destek
Saglanan Imkanlar Zoruniu EGitim

Not: Kodlar ve temalar, Kirgizistan egitim sisteminin baglamsal 6zellikleri (kirsal-
kentsel ayrim, 6zel-devlet okulu farki, yoksulluk) gergevesinde yorumlanmustir.

Egitimde Firsat Esitliginin Hak Temelli Bir ilke Olarak Anlamlandiriimas:

Ogretmenlerin goriisleri, egitimde firsat esitliginin 6ncelikle “esit egitim hakki”
cergevesinde anlamlandirildigini goéstermektedir. Katilimeilarin biiytik bir bolimii,
egitimi evrensel bir insan hakki olarak tanimlamakta ve devletin bu hakki tiim bireyler
i¢in adil bi¢imde gilivence altina almasi gerektigini vurgulamaktadir. Bu durumu bir
ogretmen, "Her insamin egitim alma hakki vardr ve aldigi egitimi gelecekteki
cocuklara layikiyla aktarmasi gerekir. Onlara bilgiyi hayatta nasil kullanacaklarim
ve yayacaklarim égretmelidir" (K11) sozleriyle ifade etmistir. Benzer sekilde baska
bir katilimci, "Her bir vatandas egitim almaya hakkr var" (K10) diyerek hak temelli
yaklagim dile getirmistir.

Bununla birlikte bazi dgretmenler, hak temelli esitlik anlayisinin uygulama
boyutuna iliskin elestirel degerlendirmelerde bulunmustur. Zorunlu egitime yapilan
vurgu, egitimin kapsayici bicimde yapilandirilmas: gerekliligine igaret ederken,
bireysel farkliliklarin yeterince gozetilmedigine yonelik goriisler de dile getirilmistir.
Omegin bir katitlmer "Biitiin gengler 12 yillik egitim almaya zorunludur" (K9)
ifadesiyle zorunluluk boyutunu 6ne ¢ikarirken; baska bir 6gretmen, "Eyit egitim dogru
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degil, her birey kendi yetenegine gore dersleri se¢meli" (K34) diyerek firsat esitliginin
bireysel farkliliklarn dikkate alacak sekilde yeniden diisliniilmesi gerektigini
vurgulamistir. Bu gorisler, 6gretmenlerin egitimde firsat esitligini ilkesel diizeyde
desteklemekle birlikte, uygulamada bu ilkenin nasil hayata gegirildigine dair farkl ve
zaman zaman elestirel degerlendirmelere sahip olduklarini géstermektedir.

Okul Tiirii ve Ogrenme Ortamlar1 Uzerinden Uretilen Yapisal Esitsizlikler

Goriismelerde d6gretmenler, egitimde firsat esitligine iligkin esitsizlikleri siklikla
okul tlri ve Ogrenme ortamlarina bagl altyapr farkliliklar1 {izerinden
degerlendirmistir. Katilimeilar, 6zellikle kirsal ve kentsel bolgelerdeki okullar ile
devlet ve Ozel okullar arasindaki fiziki imkanlar ve donanim diizeylerindeki
farkliliklarin egitim siirecini dogrudan etkiledigini ifade etmislerdir. Bu durumu bir
ogretmen, "Tiim okullarin kosullar: esit olmalidwr. Sehir ya da kéy farki olmadan, ayni
swniflar, bilgisayar laboratuvarlart ve spor salonlart olmalidir" (K7) sozleriyle dile
getirmistir. Benzer sekilde baska bir katilimet, "Ozel ve deviet okul olmasina ragmen
herkese aymi egitim alma firsatlar: olmasi gerek" (K6) ifadesiyle okul tiiriine bagh
farkliliklarin giderilmesi gerektigine dikkat ¢ekmistir.

Ogretmenlerin bazilari, altyapi ve donanim eksikliklerinin dgrencilerin dgrenme
siireglerini siirlandirdigin1 vurgulamustir. "Ulkede biitiin okullarda ayni olanaklar:
saglanmasi gerekli ve aymi egitim programi ile ¢aliymali" (K3) ifadesi, ozellikle
teknolojik donanim ve fiziksel imkanlardaki yetersizliklerin 6gretim siirecine
yansidigini gostermektedir. Kirsal ve kentsel okullar arasindaki farklara dikkat ¢ceken
bir katilimer ise "Kirsal ve sehir okullarinda hi¢ ayrim yapilmadan ayni egitim
ammlmasi gerek" (KS) diyerek bolgesel esitsizliklerin 6gretmenler tarafindan belirgin
bir sorun alan1 olarak degerlendirildigini ortaya koymustur. Bu gorisler,
Ogretmenlerin egitimde firsat esitligini biiyiik Olglide okul tiirii ve Ogrenme
ortamlarinin sundugu kosullar ¢ergevesinde anlamlandirdiklarini géstermektedir.

Sosyoekonomik Kaynaklarin Egitimsel Firsatlar1 Bicimlendirmesi

Ogretmen goriisleri, sosyoekonomik kosullarm egitimde firsat esitligi
baglaminda 6zellikle 6grencilerin egitim siirecinde yararlanabildikleri ek imkanlar
iizerinden anlamlandirildigint gostermektedir. Katilimcilar, ailelerin ekonomik
olanaklarinin; 6zel okullara devam etme, kurs ve 6zel derslere erisim gibi destekleyici
egitim firsatlarin1 dogrudan etkiledigini ifade etmislerdir. Bu durumu bir 6gretmen,
"Zenginlerin ¢ocuklar: ek olarak ders alabilir" (K1) sozleriyle dile getirirken; bir
bagka katilimci, ekonomik imkanlarin farkli &grenme ortamlarina erigimi
kolaylastirdigini belirterek, "Zenginler her ¢esit kurslara katilarak kendi firsatlarini
kullanwyorlar, ozel okullarda okuyarak cesitli kurslara giderek kendilerini gelistirme
sansi ¢ok" (K22) ifadesini kullanmistir. Benzer bicimde, "Zengin ¢ocuklarin iyi bir
egitim alabilmeleri igin imkanlari diger insanlara gore daha fazla oldugu icin ek
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derslere gidiyorlar, dzel okullara gidebiliyorlar" (K4) goriisii, sosyoekonomik
kosullarin egitim olanaklarina erisimde onemli bir farklilagma yarattigini ortaya
koymaktadir.

Bununla birlikte, az sayida 6gretmen, egitimde basarmin yalnizca ekonomik
imkanlarla agiklanamayacagini vurgulamis ve bireysel ¢aba ile yetistirilme bigiminin
onemine dikkat ¢ekmistir. "Zenginlikte degil, ¢cocugun kendisinde ve yetismesinde"
(K13) ifadesi, sosyoekonomik faktorlerin etkisini kabul etmekle birlikte, egitimde
esitlik idealinin bireysel 6zellikler {izerinden de degerlendirildigini gostermektedir.
Bu goriisler birlikte ele alindiginda, dgretmenlerin biiylik 6l¢iide sosyoekonomik
kosullar1 egitim firsatlarina erisimde belirleyici bir unsur olarak gordiikleri, ancak bu
etkinin mutlak olmadigina iligkin daha sinirh karsit degerlendirmelerin de mevcut
oldugu anlagilmaktadir.

Bireysel Caba ve Yetenegin Yapisal Simirhliklarla Karsilasmasi

Ogretmenlerin goriisleri, egitimde firsat esitligi tartismalarinda bireysel yetenek
ve c¢abanin Onemli bir unsur olarak kabul edildigini; ancak bu unsurlarin
sosyoekonomik  kosullardan  bagimsiz  diisiiniilmedigini  gostermektedir.
Katilimceilarin bir boliimii, 6grencilerin akademik basarilarinda bireysel istegin ve
¢alismanin belirleyici olduguna dikkat ¢ekmistir. Bu durumu bir 6gretmen, "Eger
ogrencinin okuma istegi olursa o zaman zengin veya fakirligine olmasina bagh degil"
(K15) sozleriyle ifade etmistir.

Bununla birlikte 6gretmenlerin 6nemli bir kismi, sosyoekonomik smirhiliklarin
bireysel ¢aba ve yetenegin egitim siirecine yansimasini kisitladigini vurgulamigtir.
"Yoksulluk zeki grencileri etkiliyor. Istedikleri konulari derinlemesine incelemek icin
paraya ihtiyaglart vardw, eger paralart yoksa sadece kendi giiclerine giivenirler"
(K4) ifadesi, ekonomik kosullarin &grenme firsatlarini daraltabildigine isaret
etmektedir. Baz1 6gretmenler ise mevcut okul kosullarinda ekonomik yetersizliklere
ragmen Ogrencilerin egitimlerini siirdiirebildiklerini belirtmis; “maddi durumu olmasa
bile egitim alabilirler" (K12) goriisii bu durumu yansitmistir. Ancak bu tiir
degerlendirmelerin sinirh kaldig1, "Ne kadar zeki olursa olsun, bazen yoksulluk biiytik
bir engel olusturur" (K5) ifadesinde oldugu gibi, liyakat ve ¢aba vurgusunun pratikte
cesitli yapisal sinirliliklarla karsilastigi yoniindeki goriislerin daha baskin oldugu
goriilmektedir. Bu bulgular, 6gretmenlerin bireysel yetenek ve ¢abay1 6nemsemekle
birlikte, egitimde firsat esitliginin saglanmasinda sosyoekonomik kosullarin
belirleyici bir baglam olusturdugunu diisiindiiklerini ortaya koymaktadir.

Egitime Erisimde Kirsal ve Sosyoekonomik Kirilganhklar
Ogretmenlerin 6nemli bir kismi, egitimde firsat esitligi baglaminda &zellikle

yoksulluk ve kirsal yagsam kosullariyla iliskili erisim sinirliliklarinin deneyimlendigini
ifade etmistir. Katilimeilar, bu tilir esitsizliklerin yalnizca bireysel akademik
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deneyimlerle sinirli olmadigini, ayn1 zamanda 6grencilerin i¢inde bulunduklart sosyal
ve cografi kosullarla yakindan iligkili oldugunu vurgulamistir. Bu degerlendirmeler,
egitime erigimin 6gretmenler tarafindan yapisal ve ¢evresel faktorler gergevesinde ele
alindigin gostermektedir.

Kirsal ve kentsel alanlar arasindaki farkliliklar, 6gretmenlerin erisim ve
kapsayicilik tartigmalarinda 6ne ¢ikardiklari temel boyutlardan biridir. Kirsal
bolgelerdeki Ogrencilerin egitim olanaklarina erisimde dezavantajli konumda
bulundugu yoniindeki goriisler, dgretmenler arasinda yaygmdir. Bu durumu bir
katilimey, "imkanlardan esit yararlanamiyorlar" (K20) ifadesiyle 6zetlemistir. Buna
karsilik, egitimde esitsizlik yaganmadigin1 belirten degerlendirmeler sinirli sayida
kalmistir. Bu bulgular, 6gretmenlerin egitime erisimi bireysel tercihlerden ziyade,
ogrencilerin yasadiklari ¢evre ve sosyoekonomik kosullarla iligkili bir mesele olarak
ele aldiklarini ortaya koymaktadir.

Kirgizistan Egitim Sisteminde Yapisal Esitsizlikler ve Kurumsal Sorunlar

Ogretmenlerin  Kirgizistan’daki egitim sistemine iliskin degerlendirmeleri,
egitimde firsat esitliginin saglanmasini giiglestiren ¢esitli yapisal sorunlara
odaklanmaktadir. Katilimcilar, 6zellikle okullar arasindaki altyapr farkliliklari ve
nitelikli 6gretmenlerin belirli okul tiirlerinde yogunlagsmasini, egitimde esitsizligi
derinlestiren temel wunsurlar olarak dile getirmistir. Bu durumu bir
ogretmen,"Kirgizistan'da esit egitim sisteminin heniiz tam olarak kurulmadigim
diigiintiyorum. Ciinkii bir¢ok okul teknik agidan hi¢bir sekilde donatilmamisken, bazi
okullar donatilmis durumda" (K26) sozleriyle ifade etmistir. Bu tiir degerlendirmeler,
Ogretmenlerin egitimde firsat esitligini biiylik 6l¢iide fiziki ve kurumsal kosullar
iizerinden anlamlandirdiklarini géstermektedir (Gul, 2019).

Baz1 katilimcilar, egitim sisteminde adil igleyisi zedeledigini diisiindiikleri
uygulamalara da dikkat ¢ekmistir. Ozellikle kayirmacilik ve iliskiler agina dayali
uygulamalar, egitimde esitligin 6niindeki engellerden biri olarak degerlendirilmistir.
Bir 6gretmenin "Bizde tam olarak iglemedigini diisiiniiyorum. Yolsuzluk, akraba
kaywrma, tamdik iliskileri hala agir bastyor" (K28) ifadesi, bu tiir yapisal sorunlarin
Ogretmenler tarafindan nasil algilandigini ortaya koymaktadir.

Kirsal ve kentsel alanlar arasindaki farklar da &gretmenlerin sistem diizeyindeki
esitsizliklere iligkin degerlendirmelerinde dnemli bir yer tutmaktadir. "Sehirdeki ozel
okullarda daha derin bir egitim veriliyor, oysa kwrsal alanlardaki okullarda egitim
seviyesi daha diigiik" (K7) seklindeki goriigler, bolgesel farkliliklarin 6gretmenler
tarafindan egitimde firsat esitligini sinirlayan yapisal bir sorun olarak ele alindigini
gostermektedir. Bu bulgular, 6gretmenlerin Kirgizistan’daki egitim sistemini
degerlendirirken bireysel deneyimlerin 6tesinde, kurumsal isleyis ve yapisal kosullart
merkeze aldiklarini ortaya koymaktadir.
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Tartisma, Sonuc ve Oneriler

Bu c¢alisma, Kirgizistan’daki ilkokul 6gretmenlerinin egitimde firsat esitligini
biiyiik 6l¢lide yapisal kosullar, sosyoekonomik farkliliklar ve egitime erisim imkanlart
cercevesinde degerlendirdiklerini ortaya koymaktadir. Ogretmenler, egitimde firsat
esitligini ilkesel diizeyde giiglii bigimde desteklemekle birlikte, bu ilkenin
uygulamada okul tiirii, bolgesel farkliliklar ve 6grencilerin i¢inde bulunduklari sosyal
¢evre nedeniyle 6nemli 6l¢giide sinirlandigini ifade etmektedir. Bulgular, bireysel ¢aba
ve yetenek vurgusunun ogretmen soylemlerinde yer almakla birlikte, bu unsurlarin
sosyoekonomik ve kurumsal kosullardan bagimsiz ele alinmadigini gostermektedir.
Bu yoniiyle ¢aligma, Kirgizistan’daki egitimde firsat esitligi tartismalarina, 6gretmen
deneyimlerine dayali biitiinciil ve baglamsal bir perspektif sunmaktadir.

Egitimde firsat esitligi, uluslararasi insan haklar1 sdylemi ve ¢agdas egitim
politikalarinda evrensel bir ilke olarak kabul edilmektedir. Egitim hakkinin cinsiyet,
saglik durumu, etnik koken, dil ya da sosyoekonomik konumdan bagimsiz bigimde
tim bireyler i¢in giivence altina alinmasi gerektigi yoniindeki bu normatif gergeve,
birgok iilkede oldugu gibi Kirgizistan’da da egitim politikalarinin temel referans
noktalarindan biridir. Ancak egitimde firsat esitliginin normatif diizeyde giiglii
bi¢cimde tanimlanmasi, bu ilkenin uygulamada sorunsuz bi¢imde hayata gecirildigi
anlamina gelmemektedir. Alanyazinda da vurgulandigi iizere, firsat esitligi yalnizca
egitime erisimle smirl bir mesele degildir; egitim kalitesi, 6grenme ortamlar ve
pedagojik siireglerle birlikte ele alinmasi gereken ¢ok boyutlu bir olgudur (UNESCO,
2020).

Bu durum, egitimde firsat esitligi sdylemi ile sif i¢i ve okul diizeyindeki
pratikler arasindaki mesafeyi goriiniir kilmaktadir. Ogretmenlerin bu mesafeyi
dogrudan deneyimleyen aktorler olarak, esitlik ilkesini yalnizca bireysel tutumlar
iizerinden degil, i¢inde yer aldiklar1 kurumsal ve toplumsal baglam cergevesinde
degerlendirdikleri goriilmektedir. Bu baglamda 6gretmenlik, bilgi aktariminin
otesinde, farkliliklarin tanindigi ve egitim siireclerine dahil edildigi kapsayict bir
pedagojik pratigi gerektirmektedir (Hargreaves, 2003). Ancak bu kapsayici rol,
6gretmenlerin bireysel iyi niyetleri ya da mesleki farkindaliklariyla sinirli bigimde
suirdiiriilebilir degildir.

Calismanin bulgulari, egitimde firsat esitliginin saglanmasina yonelik
beklentilerin  dgretmenler {izerinde yogunlagsmasiin, esitlik ilkesinin yapisal
boyutlarint  goriinmez kilma riskini beraberinde getirdigini gostermektedir.
Ogretmenlerin esitlik ilkesine yonelik farkindaliklar1 ve bireysel cabalar1 énemli
olmakla birlikte, bu cabalarin etkisi egitim sisteminin sundugu kaynaklar, okul
altyapisi ve bolgesel kosullar tarafindan sinirlandirilmaktadir. Bu durum, egitimde
firsat esitligine iligskin sorumlulugun bireysel aktdrlere devredilmesi yerine, yapisal
diizenlemeler baglaminda ele alinmasi gerektigine isaret etmektedir (Ismailbekova ve
Giil, 2025).
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Alanyazinda ailelerin sosyoekonomik ve kiiltlirel kaynaklarinin &grencilerin
egitim siiregleriyle iliskili oldugu siklikla vurgulanmakla birlikte, bu iligkinin
esitsizligin nedenlerinden ziyade sonug¢larindan biri oldugu yoniinde giiglii elestiriler
bulunmaktadir (Sirin, 2005; Lareau, 2011). Aile katilimimi egitimde firsat esitliginin
temel kosulu olarak konumlandirmak, devletin ve egitim sisteminin esitlik saglama
sorumlulugunu arka plana itme ve yapisal esitsizlikleri bireysel aile pratiklerine
indirgeme riskini tagimaktadir. Bu baglamda, aileye atfedilen rollerin, sosyoekonomik
esitsizliklerin yeniden {iretimine nasil zemin hazirladigr egitim sosyolojisi
literatiiriinde elestirel bigimde tartisilmaktadir.

Kirgizistan baglaminda elde edilen bulgular, egitime erisim ve egitim
kalitesindeki farkliliklarin yalnizca bireysel aile tercihleri ya da destek diizeyleriyle
aciklanamayacagini; okul altyapisi, Ogretmen dagilimi ve bolgesel kaynak
esitsizlikleri gibi yapisal faktorlerin belirleyici oldugunu gostermektedir
(Abdoubaeova, 2020). Bu yoniiyle calisma, egitimde firsat esitligini saglama
sorumlulugunun aileler {izerinden yeniden tanimlanmasinin, esitsizligin {iretim ve
yeniden iiretim siireclerini goz ardi etme riski tasidigini ortaya koymaktadir. Firsat
esitligi, ancak kamusal ve yapisal bir sorumluluk olarak ele alindiginda anlamli
bi¢imde tartigilabilir bir hedef héline gelmektedir.

Caligmanin bulgulari, egitime esit erisimin 6gretmenlerin kapsayici tutumlari ve
pedagojik yaklasimlariyla yakindan iligkili oldugunu ortaya koymakla birlikte, bu
iliskinin yapisal kosullardan bagimsiz diisiiniilemeyecegini gostermektedir.
Ogretmenlerin smif igi uygulamalar1 6grencilerin motivasyonu ve dgrenme siirecleri
iizerinde belirleyici bir etkiye sahiptir. Nitekim Erduran’in (2023) ¢aligmasi, 6gretmen
tutumlart ve pedagojik stratejilerin 6grenci basarisini anlamli bigimde etkiledigini
ortaya koymaktadir. Ancak bu etki, dgretmenlerin bireysel cabalarinin otesinde,
icinde bulunduklart okul ortami ve egitim sisteminin sundugu olanaklarla
sinirlandirilmaktadir.

Bu noktada, Rawls’un adalet yaklasimi ¢ercevesinde egitimde firsat esitligi
tartigmalari, 6gretmenlerin roliinii tek basina yeterli bir ¢oziim olarak ele almanin
sinirhiliklarmi  goriiniir kilmaktadir. Rawls’un vurguladigi {izere, yalnizca esit
baslangi¢ kosullarinin tanimlanmasi, derin sosyoekonomik esitsizliklerin yarattig
dezavantajlart ortadan kaldirmaya yetmemektedir. Bu durum, o6gretmenlerin
kapsayici ve destekleyici pedagojik pratiklerinin, sosyoekonomik agidan dezavantajlt
ogrenciler igin telafi edici bir iglev gorebilecegini; ancak bu telafinin yapisal
esitsizlikleri biitiiniiyle asacak bir kapasiteye sahip olmadigini gostermektedir.

Calismada 6ne ¢ikan bir diger bulgu, egitimde firsat esitligini sinirlayan énemli
faktorlerden birinin kirsal-kentsel ayrim oldugudur. Kirsal alanlardaki okullarin
altyap1 yetersizlikleri, 6gretmen eksikligi ve sinirli egitim materyalleri, esit egitime
erisimi zorlastiran temel etmenler arasinda yer almaktadir (Petek ve Onder, 2015). Bu
durum, cografi olarak dagmik bir yapiya sahip olan Kirgizistan’da daha belirgin hale
gelmektedir (Valeeva, 2018). Bulgular, egitime esit erisimin yalnizca okul igi
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uygulamalarla degil, aym1 zamanda bolgesel ve sosyoekonomik yapilarin
doniistiiriilmesiyle miimkiin olabilecegini gostermektedir.

Sosyoekonomik esitsizliklerin egitimde firsat esitligini derinlestirdigi, hem bu
¢alismanin bulgularinda hem de alanyazinda gii¢lii bigimde ortaya konmaktadir.
Diistik gelirli ailelerin ¢ocuklari, okul se¢imi, egitim materyallerine erisim ve
destekleyici 6grenme ortamlari agisindan Onemli dezavantajlarla karsi karsiya
kalmaktadir (Valeeva, 2018; Sahin, 2019; Alieva ve Kovyazina, 2020). Bu
esitsizlikler, yalnizca ulusal diizeyde degil, kiiresel dlgekte de egitim firsatlariin
dagilimini etkilemektedir. Yurt dist egitim olanaklarina erigim gibi firsatlar, belirli
sosyoekonomik  gruplarla smirli  kaldiginda, egitimde firsat esitliginin
uygulanabilirligi ciddi bigimde zayiflamaktadir (Ozsoy, 2002).

Sonug olarak bu ¢alisma, Kirgizistan’da egitimde firsat esitliginin 6gretmenlerin
bireysel ¢abalartyla smirli olmayan; yapisal, sosyoekonomik ve bolgesel
esitsizliklerle i¢ ice ge¢mis bir sorun alan1 oldugunu ortaya koymaktadir. Egitimde
firsat esitliginin saglanmasi, yalnizca okul i¢i reformlar1 ya da bireysel pedagojik
yaklagimlart degil, ayn1 zamanda kamusal sorumlulugu ve yapisal doniisiimii merkeze
alan biitlinciil bir yaklasimi gerektirmektedir. Bu ¢ercevede calisma, egitimde firsat
esitligini, bireysel aktorlerin iyi niyetine indirgemeden, toplumsal ve kurumsal
baglam i¢inde yeniden diisiinmeye katki sunmaktadir.

Kirgizistan’daki 6gretmenlerin EFE hakkindaki goriisleri, egitim sistemindeki
yapisal ve sosyoekonomik sorunlarin derinligini ortaya koymaktadir. Ogretmenler,
devlet okullarindaki maddi ve altyapisal eksiklikleri vurgulamistir. Kirsal okullarin
fiziksel ve teknolojik altyapisini iyilestirmek i¢in 6zel fonlar ayrilarak egitim biitgesi
artirtlmalidir. Kursal okullarin kentsel okullara kiyasla daha az kaynak sundugu
goriilmiistiir. Nitelikli 6gretmenleri kirsal bolgelere ¢ekmek icin maas artiglart ve
konut destegi gibi tesvik programlar gelistirilebilir. Calisma, diisiik sosyoekonomik
geemise sahip c¢ocuklarin 6zel okullara ve ek derslere erisimde karsilastiklar:
dezavantajlar1 ortaya koymustur. Ucretsiz egitim materyalleri, burslar ve ek ders
olanaklarimin saglanmas1 bu esitsizlikleri azaltabilir. Ogretmenlerin kapsayici bir
egitim yaklagimi benimsemelerinin énemi vurgulanmistir. Ogretmenlere gesitlilige
duyarli ve esitlik¢i pedagojik uygulamalar konusunda diizenli mesleki gelisim
egitimleri verilmelidir. Ogretmenler ayrica kayirmaciligin EFE’ye Zarar verdigini
belirtmislerdir. Ogretmen atamalar1 ve kaynak tahsisi icin seffaf ve objektif
mekanizmalar olusturulabilir. Bu 6neriler, Kirgizistan’da daha adil ve kapsayici bir
egitim sistemi olusturmay1 amaglamaktadir.
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